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1. 1  Defining CLIL 
When defining Content and Language Integrated Learning (CLIL), often cited is 
Coyle, Hood, and Marsh (2010) who describe it as “a dual-focused approach in which 
an additional language is used for the learning and teaching of both content and 
language” (p.1, original emphasis) and yet is “neither language learning nor subject 
learning, but an amalgam of both” (p. 4). Further development in the conceptualisation 
of CLIL is provided by Ball, Kelly, and Clegg (2015), who stress that language should 
not be viewed as merely the vehicle for learning, nor should language or subject 
content be viewed simply as a product of learning. Instead, the authors explain, CLIL 
is more suitably described as an approach “using language...through different [subject] 
content...to develop competences” (2015, p. 239). Drawing on Garagorri’s (2010) 
study of European curriculums, competences, as Ball, Kelly, and Clegg (2015) describe 
them, are tripartitely comprised of various interrelated abilities (e.g., autonomous and 
critical thinking), knowledge (i.e., language and subject content) as well as the 
processes through which it is acquired (i.e., cognitive procedures), and skills (e.g., 
meta-cognition and cooperation). As I will explain in Section 4, Ball, Kelly, and Clegg’
s (2015) conceptualisation of CLIL informed the development of the writing course 
syllabus and classroom materials discussed in this paper. 
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1. 2  The importance of a competence-based conceptualization of CLIL
More than a decade ago, MacMullen (2007) argued that autonomy is necessary 
for scrutinizing information in “a world where people constantly try to influence one 
another’s ethical beliefs, and not always with the best of qualifications or intentions” 
(p. 102). As such, an important competence which the freshman writing course 
described in this paper sought to develop was the ability to think critically and, by 
extension, autonomously—or, as Ball, Kelly, and Clegg (2015) put it, “Learning to 
think and learn” and “Learning to be oneself” (p. 238). 
Ensuring a focus on critical and autonomous thinking is more important than 
ever as social media has come to occupy a central role in most, if not all, of our 
students’ daily lives. On the positive side, students now have more access to information 
and are increasingly consciousness of, and have a greater capacity to participate in, 
national and transnational movements for the betterment of their society and those of 
others (e.g., social movements for women’s empowerment such as #MeToo and more 
recently in Japan, #KuToo). Yet, there is clearly a need for criticality, too. As Johnson 
(2012) advises, conscious consumption of information rather than overconsumption is 
what is called for in today’s world. Marketers, social media, and political campaigning— 
of questionable reliability (Waterson, 2018)—have come to assert a greater influence 
on the editorial process (Foer, 2017), blurring the distinction between what is 
advertising, what is politics, and what is journalism; thus, leading us to question the 
veracity of the information. With Japan unable to shake off national and international 
criticisms regarding the freedom of its press (Nakata, 2017; Reporters Without Borders, 
2019), developing English language ability is critical if students in Japan are to access 
alternative perspectives and sources of information. 
Japan and the world is becoming more closely interconnected in almost every 
sphere of social existence, from the cultural and social to the economic and political. 
This integration presents Japan’s younger generation with new demands and potential 
benefits, yet the socio-economic consequences of its rapidly ageing society and 
declining birth rate are also starting to exert a tremendous strain. Drawing on Ball, 
Kelly, and Clegg’s (2015) competence-based conceptualization of CLIL, and as part of 
broader curricular innovations at the university in which this study was conducted, 
the freshman writing course aimed to provide opportunities for developing a range of 
abilities, knowledge, and skills that would better enable students to adjust, cope, and 
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thrive in these precarious conditions. 
1. 3  The context of the study 
With greater competition among Japanese universities to attract a declining 
student population, many are aiming to increase their domestic and international 
appeal by offering more subjects taught through English (Underwood & Glasgow, 2018). 
The programmes universities offer vary widely, ranging from entire undergraduate 
degrees taught in English to ad hoc English Medium Instruction (EMI) courses1. In a 
growing number of Japanese universities, this initiative has extended to required 
English language programmes, with Content and Language Integrated Learning (CLIL), 
in its various interpretations, receiving increased attention.
In universities where required English language courses are often separated by 
skill (e.g., Freshman English Speaking/Listening, Freshman English Reading, or 
Freshman English Writing) and treatment of a specific subject content is expected, 
difficulty in sourcing CLIL teaching materials for such courses can arise. This is 
especially problematic for writing courses, in which the development of writing skills 
must be emphasised, but for which there are currently no commercially available 
CLIL textbooks with a focus on writing—let alone writing related to the specific 
subject-content topics. It was in such a situation that the current research study was 
undertaken. 
2.  Research questions 
This study aimed to respond to three main areas of enquiry that were expressed 
in the following research questions:
1. Do students meet the 80% criterial levels of performance set for the graded 
writing assessment?
2. What factors might be facilitating and/or hindering student performance on 
assessment?
3. How do students evaluate the course assessment, language and subject 
1. EMI courses are simply subject-content classes taught in English. While teachers hope for 
some language development, with students often writing reports and giving presentations 
in English, the main priority is the development and assessment of subject-content 
knowledge.
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content, and classroom materials/activities in terms of interest, usefulness, 
and difficulty?
3.  Methods
3. 1  The context and participants
The freshman writing course described here is part of the university’s New 
English Curriculum, which was phased in from April 2019, starting with the freshman 
year. Under the new curriculum, in most departments students are required to take 
one 90-minute class weekly for both the Reading and Writing courses in both 
Semester 1 and 2 (30 classes in total for each). The topics are based on subject 
content that the students will encounter in field of study. They also take a required 
90-minute Speaking/Listening class weekly for the same duration, which focuses on 
English for general purposes. 
The majority of teachers for these courses come from a language education 
background with little or no prior knowledge of the subject-content areas. A very 
small number are subject specialists and some are language teachers who have 
developed subject-content knowledge. In my particular case, while specialising in 
language education curriculum and policy, I have a strong personal interest in global 
politics and society and have taught undergraduate CLIL and content-based English 
courses in the field of international relations for the past seven years. 
The participants in the study were comprised of 16 freshman students from the 
Department of Social Sciences. All students sat an initial TOEIC Bridge test for the 
primary purpose of streaming them according to English language proficiency levels. 
The scores of the participants in this study ranged from 124 to 136 (TOEIC Listening 
& Reading 320 to 375; CEFR A2+ entry level), which placed them in their department’
s intermediate level English class. 
3. 2  Data collection and analysis
With institutional permission to conduct the research, I established fully informed 
consent from the participants by preparing a research information sheet (in Japanese) 
which explained the purpose of the research, the data to be collected, and the treatment 
of personal information. Sixteen students signed and returned an attached form which 
indicated their consent to voluntarily participate in the study. Data were collected 
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over four months, from April to July 2019.
For this study, a mixed-methods research design (Creswell & Plano Clark, 2007) 
was adopted, combining qualitative and quantitative methods for generating data on 
how students reacted to their weekly lessons; and their evaluation of the language and 
subject content, classroom materials and activities, and course assessment instruments. 
This approach sought to achieve breadth and depth through different methods for 
different enquiry components and to clarify, enhance, and corroborate data from one 
method with that from another. The data collected were comprised of (1) weekly class 
evaluation/comments; (2) an online questionnaire; (3) semi-structured interviews; and 
(4) formal assessment instruments (described in Section 4.3, Assessment). 
Weekly class evaluation/comments. The weekly class evaluation/comments 
sheets (Appendix 4) enabled me to collect data on student responses to their course 
and class. I would read their comments and make a brief response on the sheet before 
returning it the following week. In this way, I sought to increase the validity of the 
data by capturing the students’ thoughts and reactions as they happened, week-by-
week (Wheeler & Reis, 1991). In the open-response section, ‘Your Comments’, students 
were permitted to respond in Japanese and/or English. Open-response data for student 
comments were content-analysed in terms of interest, usefulness, difficulty, and any 
other salient themes to emerge (Miles & Huberman, 1994). When necessary, responses 
written in Japanese were clarified by a Japanese native speaker.  
The online questionnaire. Via SurveyMonkey.com, an online questionnaire 
was administered (in Japanese and English) at the end of semester. Around this time, 
the students would also be completing a Can-Do survey2 and a university-wide class 
evaluation survey, which were not used in this current research study. Therefore, to 
improve response validity, I reminded students of the purpose of my research study’s 
questionnaire. In addition, students were allowed 10 minutes in class to complete it 
anonymously. 
Questionnaire items encompassed the following areas of enquiry: (1) general 
2. Based on the curricular learning objectives for each course, the Can-Do surveys are self-
assessment checklists used by students in all classes to assess what they “can do” with 
language, their mastery of topics in the content-based courses, and development of 
cognitive skills (e.g., describing, explaining, and analysing) and competences (e.g., 
collaboration, organization, and goal setting).
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impressions of the course; (2) reactions to specific topics, activities, and tasks; (3) the 
difficulty of the class; and (4) feedback on aspects of the class they liked and suggestions 
for improvements. In essence, the English version of the eight questionnaire items 
appeared as follows:
1. Overall, what do you think about this class?
2. What did you think about the class topics (Sovereign State, International 
Society, Globalization, Balance of Power)?
3. How useful was each of the activities for improving your English (weekly 
News Journal, topic readings, topic vocabulary, classroom writing activities, 
the four graded paragraphs)?
4. How useful was each of the activities for helping you understand the topics 
(Sovereign State, International Society, Globalization, Balance of Power)?
5. How difficult was the class content (weekly News Journal, topic readings, 
topic vocabulary, classroom writing activities, the four graded paragraphs)?
6. Overall, how difficult was this class?
7. What did you like about the class?
8. Is there anything you would like to change about the class?
Items 1~4 were based on a Likert scale of 0 to 4, where 0 represented either not 
at all interesting or not at all useful and 4 represented either very interesting or very 
useful. Responses to Items 5 and 6 (measuring the construct of difficulty) were on a 
scale of 0 to 5, where the mid-point (3) represented the level of difficulty was about 
right. All 16 participants in the study completed the questionnaire. 
In Section 5, Findings and Discussion, responses to Likert scale items are 
reported both as a percentage proportion of respondents and the raw number of 
respondents. Items 7 and 8 were in open-response format. However, all Likert items 
gave students the option to elaborate in an open-response box. Open-response data 
were content-analysed.
Semi-structured interview. The final method of data collection was the semi-
structured interview, which was used to provide elaboration, enhancement, and 
clarification (Greene, Caracelli, & Graham, 1989) of themes that had emerged from 
the previous methods. While I had prepared specific areas of enquiry for each of the 
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four participants, I also explored other topics that emerged spontaneously during the 
course of the interviews. Interviews were conducted in Japanese and the duration 
ranged from approximately 15 to 21 minutes. Data were content-analysed. 
Four students of particular interest were selected for interview based on their 
responses in the weekly class evaluation/comments, my observations throughout the 
semester, and their performance on course assignments and assessment. The first two 
students (hereafter referred to as Student 1 and Student 2) were selected because of 
their high levels of performance, engagement with the course topics, and enthusiasm 
in the class. The third student (referred to as Student 3) was selected because she had 
initially experienced much difficulty with the course but had later come to achieve a 
high level of performance. The final student (referred to as Student 4) was of interest 
because while she demonstrated inconsistency in the coursework early on and low to 
moderate levels of achievement throughout, she later came to fully engage with the 
course and participated enthusiastically in the class. 
4.  Syllabus and classroom materials/activities design
In this section, I explain how Ball, Kelly, and Clegg’s (2015) competence-based 
conceptualisation of CLIL (i.e., knowledge, abilities, and skills) was integrated into the 
creation of classroom materials, activities, and assessment. 
4. 1  Knowledge: subject content, language content, and cognitive procedures 
Subject content. To establish legitimacy of subject content, the first step was to 
determine the topics that freshman students in the Department of Social Sciences 
would likely encounter in their courses on international relations. Subject specialist 
colleagues were consulted and the university’s curriculum reviewed. Eleven topics 
were identified as follows:
1 . Globalisation 6 . Comparative politics
2 . International political economy 7 . Nationalism
3 . International cooperation and 8 . International history
 development 9 . International security
4 . International organisations/law 10. Diplomacy
5 . Conflict resolution 11. Political theories and concepts
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Considering the 15-week structure of the semester, I decided to select four 
topics, focusing on each one over a three-week period. These are presented in Table 
4.1 below. The overall (unrevised) course schedule for Semester 1 is presented in 
Appendix 1.  
After examining the major commercial catalogues (aimed at students learning 
English as a foreign language in Japan), I was unable to locate a textbook that dealt 
with the subject-content topics and that had a focus on writing. It was clear, therefore, 
that I would need to create teaching materials. Since I was responsible for the Writing 
course, I was mindful that the presentation of subject content in the form of reading 
passages could not be the main focus of classwork nor homework. Furthermore, 
because close collaboration with the Reading teacher was not possible, reading 
passages had to be an appropriate length in order to be easily dealt with as part of the 
class. Considering the conceptual complexity of the certain subject content, I decided 
that approximately 150 to 350 words would be an appropriate length for in-class 
readings. 
I created open-response comprehension questions to accompany each passage. 
These guided students to the key points in the passage and served as a platform for 
simple sentence-level writing. Given the small size of the class, I was able to circulate 
and give advice on the accuracy of responses in terms of the subject and language 
content. Figure 4.1 shows the introductory reading passage and comprehension 
questions for Topic 1, The Sovereign State. 
Table 4.1 
Freshman Writing, Semester 1: International Relations
Subject Topics (Main Text Type/ Task)
1. The sovereign state 
(Descriptive/ Describing a UN sovereign state)
2. International history from 1648 to 1991
(Chronological Order/ Chronicling a specific period or event(s) in international history)
3. Contemporary globalization
(cause & EFFECT/ Explaining positive and/or negative effects of specific dimensions of globalization)
4. The balance of power
(CAUSE & effect / Explaining the causes that lead states to form alliances in order to address 
perceived power imbalances in international society)
Note.  In comparison with the lower-case cause and effect, the capitalisation of EFFECT and CAUSE denotes a 
greater instructional emphasis. 
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It can be seen that key vocabulary is glossed. While this is not the most 
effective way of learning and retaining new vocabulary, glossing expedited students’ 
comprehension of the passage, allowing time for other activities that treated the 
conceptual content in greater depth. (n.b., Weekly study and assessment of high-
frequency vocabulary from the General Service List was required in the freshman 
Reading course.) 
In addition to the introductory reading passages presented in the first of the 
three lessons on the topic, classroom activities in the second lesson explored the topics 
in greater detail either through short, related case studies (i.e., Topic 1, UN sovereign 
states; and Topic 4, the US-Philippines alliance), by analysing the chronology of the 
evolution of international society (i.e., Topic 2, identifying the key events), or through 
Figure 4. 1. The introductory reading passage and comprehension questions for 
Topic 1, The Sovereign State
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activities that encouraged critical examination of the topics (e.g., Topic 3, evaluating 
positive and negative effects of globalisation from different perspectives).  
Another example of how subject content was introduced is presented in Figure 
4.2, which shows the class materials used in a ‘running dictation’ (see Myskow, 2018, 
for another example from a university writing class). In this activity, working in 
‘expert groups’ of four, students took turns to remember and subsequently dictate key 
information related to four of the UN Security Council’s permanent member states 
(one for each expert group; the fifth member state, the UK, was used as the model 
paragraph in lesson three, described below), confirming comprehension with each 
other as they proceeded. A dictation activity was chosen as it required students to 
focus on discourse and language structures that could be useful in writing their final 
graded paragraph on the topic. After the ‘running dictation’ step, students then 
returned to their home team and took turns to explain about their Security Council 
member state. Students listened to each other, took notes, and asked clarification 
questions (in English) when necessary. 
Language content. Regarding language content in CLIL, Coyle, Hood, and 
Marsh (2010) provide a useful distinction between (1) language of learning; that is, the 
language needed “to access the basic concepts and skills relating to the subject theme 
or topic” (p. 37); (2) language for learning; that is, the language needed to operate in 
the foreign language classroom, for example that needed for “pair work, cooperative 
group work, asking questions...describing, evaluating, and drawing conclusions” (p. 
37); and (3) language through learning; that is, unplanned language which emerges 
during the learning process. For the freshman writing syllabus, it was clear that in 
addition to the language of learning for subject content and classroom activities, 
considering the students’ entry level language proficiency, I would also need to 
provide plentiful and explicit attention to language for learning. 
In terms of the language of learning, the primary source of linguistic input 
(lexical and grammatical) was provided in the introductory reading passages from the 
first lesson of three (e.g., Figure 4.1), the follow-up case studies or other passages in 
the second lesson (e.g., Figure 4.2), and the model paragraphs in the final lesson of 
three (e.g., Figure 4.3 below). Regarding the grammatical features of the language of 
learning, Table 4.1 presents the various text types (or genres) that were integral to 
each of the topics and their graded paragraphs students were required to write at the 
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end of each topic. The students are taught the associated grammatical structures in 
high school, but from my eight years of teaching this level of freshman writing course 
at the university, I knew they would benefit from review. For instance, in Topic 3 
Contemporary Globalisation students were expected in their final, graded paragraph 
writing to explain the positive and/or negative effects of a specific dimension of 
globalisation (e.g., political, social, economic, and so forth). Although students were 
mostly familiar with the language used for introducing effects (i.e., result in, lead to, 
bring about, and cause; and consequently, therefore, as a result, and because of [this] ), 
as I had anticipated, they were unsure when and how to actually use these when 
Figure 4. 2.　The four case-study passages, presentation note-taking table, and an 
example of the dictation paper for China, one of the UN Security 
Council members.
26
constructing sentences. Accordingly, in lesson two of the three lessons on this and 
the other topics, I allowed time for a range of student-centred, input activities that 
encompassed both deductive and inductive approaches to presenting grammar as well 
as planned focus on form (Dougherty & Williams, 1998) and more ‘traditional’ output 
activities (sentence gap-fills, find-the-mistake, etc.). 
In addition, as the class size was small, during writing activities I was able to 
circulate from group to group, advising individual students directly on usage and 
accuracy as they were writing (i.e., language through learning). In lesson three, when 
we studied the model paragraph, additional activities were introduced to encourage 
students to ‘notice’ (Ellis, 2002) salient grammar and the discourse structure of the 
paragraph.
In terms of the language for learning, I provided students with a range of 
language expressions that could be used in discussions, summaries, short presentations, 
pair and group work activities, and when asking clarification questions to the teacher 
and peers (as in the UN Security Council presentations discussed above). Examples of 
these are, “That’s a good point, but...”, “Could you explain that again?”, and “What’s 
another word for OOO?” Appendix 2 provides an illustration of the card that students 
placed on their desks at the start of each class. PowerPoint slides also provided students 
with brief tips on useful language that could be used in particular activities. Other 
Figure 4. 3.　The model paragraph for Topic 3, Contemporary Globalization.
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language for learning was also provided for the weekly News Journal (explained below), 
which students were required to write. This language is provided in Appendix 3.
Cognitive procedures. Along with subject and language content, Ball, Kelly, 
and Clegg’s (2015) conceptualization of CLIL positions cognitive procedures (i.e., the 
processes through which knowledge is acquired and organised) as an integral part of 
any lesson, task, or activity objectives. In their terms, a CLIL activity for instance, 
“teaches conceptual content [subject content], by means of procedural choices 
(cognitive skills), using specific language derived from the discourse context” (Ball, 
Kelly, & Clegg, 2015, p. 52, original emphasis). Each of these three dimensions are 
interdependent yet can be awarded greater or lesser emphasis depending on the 
specific demands of the lesson, task, or activity. 
When designing the syllabus and classroom materials and activities, it was 
helpful to consider these three dimensions. For instance, although the weekly 
assignment that I called News Journal clearly dealt with language and subject content, 
it emphasised cognitive skills (hereafter indicated in italics). In this assignment 
students were required to choose a news article (in English or Japanese) that 
interested them, and write a 100-word response in English. They were required to 
briefly describe the topic, summarise the main points, and then provide a critical 
response evaluating the content. In this final step, they could offer their opinion on 
the topic, explaining whether they agreed or disagreed with the views expressed in 
the article, describe and explain their feelings after reading the article, or state 
whether there was anything more they wanted to know about3.
At the classroom materials level, one activity (Figure 4.4) I designed for the 
second lesson on Topic 3, Contemporary Globalisation, also required a range of 
cognitive skills. Prior to this activity, students learnt that the term globalisation can 
refer to how various aspects of societies are becoming increasingly interconnected. 
This activity focused on three aspects: political, economic, and social. Firstly, students 
were required to demonstrate their understanding of these aspects of globalisation 
(and their knowledge of the world) by identifying an appropriate effect. They were 
3. In the subsequent class, students exchanged their journals with a team member and after 
reading, wrote some brief comments (approximately 6 minutes of class time in total). I 
then collected the journals and, in time for the next class, provided explicit linguistic 
corrections and offered my own thoughts on the topic.
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then required to evaluate whether the effect was positive, negative, or both, and the 
reasons for this. 
For instance, the impact of economic globalisation has led to more multi-national 
corporations which, depending on a person’s economic status and geographic location 
in the world, could be considered either negatively or positively. Using the language 
of learning (e.g., result in, lead to, bring about, consequently, therefore, etc.), students 
then constructed sentences that explained the cause and effect relationships they had 
identified.
4. 2  Abilities and skills
In addition to knowledge, Ball, Kelly, and Clegg’s (2015) competence-based 
conceptualisation of CLIL also underscores the importance of abilities and skills such 
as, autonomous and critical thinking, cooperation, interdependence, individual 
accountability, communication, and resourcefulness. Most of the focus on critical 
thinking was in the second and third of the three lessons on each topic, like the one 
described above (Figure 4.4) in which students evaluated the effects of globalisation 
from different perspectives. It was also developed through discussions about specific 
issues related to topics, as Figure 4.5 illustrates from Topic 1, The Sovereign State. 
Figure 4. 4.　 An activity emphasising a range of ‘higher order’ cognitive skills
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Considering the entry-level language proficiency of the students and their 
potentially limited subject-content knowledge (being freshman in their first semester 
of study), students were allowed to brainstorm, research, and prepare in pairs or 
groups prior to commencing any formal discussion of ideas. As I mentioned in the 
discussion above on language content, Language for Learning, I often provided 
suggestions for how they might structure a response or offer an opinion. 
Groups were normally comprised of four students of mixed language proficiency 
and motivational levels and were changed every four classes. Various cooperative 
learning structures, for example Think-Pair-Share (Square); Numbered Heads in the 
Corner; Heads Together ; and Showdown (Kagan & Kagan, 2009), were used to organise 
student interactions during pair and group work. Such structures incorporate (to 
varying degrees) four main principles, namely Positive Interdependence, Individual 
Accountability, Equal Participation, and Simultaneous Interaction (Kagan & Kagan, 
2009) which aim to promote the development of a variety of skills. On my course, for 
instance, in Think-Pair-Share, students worked first individually before sharing their 
written responses, opinions, or ideas with a partner, and this sought to establish 
individual accountability: Students had to prepare something to share. In Numbered 
Heads in the Corner, having students work in ‘expert groups’ for activities like the 
‘running dictation’ (described in Section 4.1, Subject content), encouraged both 
cooperation and interdependence: Students could not complete the activity alone. 
Figure 4. 5. A discussion activity aimed to promote critical thinking on Topic 1, 
The Sovereign State
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This activity, too, ensured individual accountability: Students would later return to 
their home team and have to present and share their particular case study. Having to 
explain to their home team potentially unfamiliar concepts, content, and language 
from their case study—whether they chose to do so in English or Japanese—aimed to 
develop their communicative skills. 
One final skill which the course encouraged students to develop was 
resourcefulness. This was firstly evident in the weekly News Journal assignment which 
required them to locate, understand, and respond to a news article on domestic or 
international affairs. In addition, because much of the language of learning (required 
to understand the readings, navigate international organisations’ websites such as the 
UN and World Bank, as well as write the graded paragraphs) was particular to the 
field of international relations, students had to make use of various online resources 
(e.g., Weblio) to clarify meanings and understand how to use language accurately. 
4. 3  Assessment
The preceding sections explained how knowledge, abilities, and skills were 
integrated into the freshman Writing course syllabus and classroom materials/activities 
 design. To establish assessment validity, each of these competences needed to be 
reflected—to varying extents—in course assessment. The course adopted a continuous- 
assessment approach according to the following weightings:
• Actively participating in classwork (individual, pair, and group) 15%     
• News Journal 25%     
• Paragraph 1: Describing a UN sovereign state 10%
• Paragraph 2: Chronicling a specific period or event(s) in international history 
10%
• Paragraph 3: Explaining positive and/or negative effects of globalization 20%
• Paragraph 4: Explaining the causes of a balance of power issues and an 
alliance 20%
In terms of participation, at the end of each class, students self-evaluated their 
efforts during individual, pair, and group work. I would cross-reference these evaluations 
against my own observations, occasionally making adjustments and explaining my 
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reasons to the student. Appendix 4 provides an illustration of the participation and 
evaluation sheet that students used to provide this information4.  Students also used 
the sheets to write general comments about class. I would then write a brief response 
to these. 
While I provided subject- and language-content feedback on the News Journal, 
students were assessed on completion; that is, they received full marks if they wrote 
100 words or more. This system of assessment proved successful, and while a 
quantitative analysis of improvement was not conducted for the current study, I 
perceived the overall quality of the journals to increase as the course progressed. 
To determine achievement in paragraph writing, a rubric for each topic was 
created (Figure 4.6) and, based mainly on professional experience and judgement, an 
overall criterial level of performance was set at a standard 80% (Henning, 1987). 
Within two weeks of receiving paragraphs from students, I made linguistic corrections, 
when necessary corrected subject-content errors, and provided my general comments, 
feedback, and a final grade. Figure 4.6 provides an illustration of the assessment 
4. Appreciation to Gordon Myskow, Kanda University, Japan, who provided the idea and 
template for an earlier version of this participation assessment sheet.
Figure 4. 6.　 Evaluation criteria for Topic 4, The Balance of Power and Alliances
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rubric for Topic 4, The Balance of Power and Alliances. Students were assessed on 
Content, Language, and Organization and Presentation. 
While the allocation of points under Content varied according to the specific 
demands of the topic, in the first semester, allocations under other categories were the 
same for each topic. Though subject and language content were to some extent 
interconnected, if the descriptors are categorised, the completion of task demands 
related to subject content accounted for 14 out of 25 points (56%); and the use of 
specific language content (the causal text-type) and language accuracy accounted 
for 8 points (32%). The logical organisation of information (coherence), appropriate 
referencing, and neat presentation accounted for 3 points (12%). 
5.  Findings and discussion
5.1 Performance on graded-paragraph writing assessment, factors influencing 
performance, and perceived difficulty and usefulness of assessment
Research Question 1 sought to determine whether the 80% criterial level of 
performance was achieved for graded-paragraph writing assessment and to identify 
factors that were facilitating and/or hindering student performance. 
In terms of the four graded paragraphs (administered throughout Semester 1), 
overall, students performed at a very high standard, exceeding the criterial levels on 
each of the paragraph assignments and overall. Performance is presented in Table 5.1. 
Research Question 2, considered factors that might facilitate or hinder student 
performance. The qualitative data directly suggested two main factors which had a 
positive influence on performance. The first concerns the planned focus on language 
forms that was provided in Lesson 2 of 3 (discussed in Section 4, Language content). 
For instance, one mid-level student remarked that “Today’s grammatical explanations 
were really useful. I’ll review these when I write my next report” (Student 10, Weekly 
Class Evaluation/ Comments Sheet, July 19, translation). Regarding the same lesson, 
one of the lower-level students commented, “We learnt lots of ways to make sentences 
and use grammar. It was good that we could enjoy that in teams” (Student 11, Weekly 
Class Evaluation/Comments Sheet, July 19, translation). Also considered helpful in 
preparation for assignment writing were activities that encouraged students to ‘notice’ 
the salient discourse structure and grammar of the model paragraph in Lesson 3, as 
one student commented:
33
Writing on international relations: an action research study on designing and 
implementing a university CLIL course 
Every time we have to hand in an assignment, there are always detailed 
explanations [of the model and assessment rubric] beforehand, so it’s easy to 
write...the group time for checking our understanding is also really helpful. 
(Online Questionnaire, Item 7, Open-Response, translation) 
A second facilitator was group work, specifically the benefit that working with 
other students had in terms of ideas-building and subject-content comprehension. In 
relation to the Topic 4, Balance of Power, assignment, Student 4, a mid-level student 
in the class, remarked, “We thought which countries want to rebalance of power [sic]. 
It was so difficult for me to find the countries. But finally we could understand what 
we have to do. So I think I could write a report” (Weekly Class Evaluation/ Comments 
Sheet, July 26). Indeed, she scored 80% on her assignment. Student interest in the 
subject-content itself also appeared to have a generally motivating effect on 
assessment, which will be discussed below under Section 5.2, Overall reactions to the 
course.
Research Question 3 examined student perceptions of the overall difficulty of 
the four paragraphs and their usefulness in terms of improving their English ability 
and understanding of the subject content. 
Table 5.1 
Class (N=16) Performance on the Four Graded Paragraphs
Topic Mean Score % (SD)
1. The sovereign state 
(Descriptive/ Describing a UN sovereign state) 83 (8) n=16
2. International history from 1648 to 1991




(cause & EFFECT/ Explaining positive and/or negative effects of specific 
dimensions of globalization)
87 (11) n=15
4. The balance of power
(CAUSE & effect / Explaining the causes that lead states to form alliances 
in order to address perceived power imbalances in international society)
84 (9) n=14
Mean Score % 86%
Note. SD = standard deviation represented as a %; In comparison with the lower-case cause and effect, the 
capitalisation of EFFECT and CAUSE denotes a greater instructional emphasis. For Topics 3 and 4, n=15 and 14 
respectively due to non-submission by the students. 
34
Perceived difficulty of assignments for students. The relative linguistic 
difficulty of the four paragraphs was not established empirically, although I considered 
the descriptive and chronological task types of Topics 1 and 2, respectively, to be the 
easier of the four. In terms of conceptual and cognitive difficulty, Topics 3 and 4 were 
clearly more demanding, emphasising the skills of analysis and evaluation. Figure 5.1 
presents the quantitative data from the final class questionnaire (Item 5), which was 
measured on a 5-point scale. The findings indicate that just less than half of the class 
(44%, n=7) found the difficulty of the graded paragraphs to be About Right. Half of the 
class (50%, n=8) found the paragraphs to be Difficult and one student (6%) reported 
them to be Very Difficult. (Students did not report the graded paragraph assignment 
as being Not At All Difficult.) Crucially, this data indicates that the high levels of 
student performance on assessment were not due to the writing assignments being too 
easy or the evaluation rubric too lenient. As the students’ comments suggested, more 
likely as influential on overall class performance were the adequate provision of (1) 
group work for developing/consolidating subject content knowledge; and (2) student-
centred activities targeting the language forms and discourse structures typical of the 
assignment topics (the language of learning). 
Usefulness of assignments for students. Although more than half of the class 
reported the writing assignments as difficult, when considering the class’s evaluation 
of how useful the four graded paragraphs were in terms of improving English writing 
ability (Item 3) and understanding of subject content (Item 4), a more positive picture 
emerged. In terms of the benefit to their writing (Item 3, measured on a 4-point 
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scale), Figure 5.2 indicates that all students in the class found the paragraph-writing 
assignment beneficial, with 56% (n=9) reporting it to be Useful and 44% (n=7) Very 
Useful. Regarding the extent to which preparing for and writing the paragraphs 
improved students’ understanding of the subject content (Item 4), Figure 5.2 also 
shows that all of the class found the paragraph-writing assignment beneficial, 62.5% 
(n=10) reporting it to be Useful and 37.5% (n=6) Very Useful. In Japan, the term 
difficulty can often be construed as having a negative connotation. The additional 
data on perceived usefulness provided a more nuanced understanding of student 
perceptions. 
Research Question 3 explored student evaluations of the course overall, the 
language and subject content, and classroom materials/activities in terms of their 
interest, usefulness, and difficulty.
5. 2  Overall reactions to the course
Well, it’s a first period class, so at first I thought I would end up not coming, 
but the class itself, well, we’re thinking with other students and there are a lot 
of activities. It’s usually fun, so I come—even though it’s first period and that’s 
tough. (Student 2, Semi-Structured Interview, 0:27-0:59, translation)



















As the comment above indicates, students can find attending a first period 
lesson to be difficult—in this case, even for one of the higher performing students in 
the class. Anecdotally, attendance problems with first period classes are not uncommon. 
Three of the original 19 students in the class did not return after the mid-term (no 
reason was reported). Of the remaining 16 students, only five maintained a perfect 
attendance record (no absences or tardiness). While numerous factors surely influence 
student attendance, the findings in this study clearly indicate overall interest in the 
course as one contributing factor. According to the data from Item 1 of the online 
questionnaire, Figure 5.3, interest in the course was high, with all students reporting it 
as being either Very Interesting (62.5%, n=10) or Interesting (37.5%, n=6). 
In terms of the overall difficulty of the course, responses to Item 6 of the 
questionnaire, Figure 5.4, which were measured on a 5-point scale, showed that the 
majority of students (75%, n=12) considered the level of the course to be About Right 
(the mid-point). Three students (19%) reported the course as Difficult and only one 
student (6%) Very Difficult. There were no responses on the Not Difficult and Not At 
All Difficult points. Considering the complexity of the subject content and the entry 
level proficiency of these freshman students (CEFR A2+), three quarters of class 
perceiving the level of difficulty as appropriate was a positive outcome for a newly 
established course.
The qualitative data shed further light on student perceptions of the overall 
difficulty of the course. A common theme to emerge was that students valued the 
opportunity for learning that the course presented, as this student’s comment reflects, 
“I felt the course was difficult, but it was a good stimulus for growth” (Online 


















Writing on international relations: an action research study on designing and 
implementing a university CLIL course 
Questionnaire, Item 6, Open-Response, translation). A mid-level student in the class 
commented, “Today’s topic was very difficult, but I want to know more [about] 
international society” (Student 6, Weekly Class Evaluation/Comments Sheet, May 
24)—the following week, she went on to remark, “I’m deeply understand [sic] the 
topic today” (Weekly Class Evaluation/Comments Sheet, May 31).
Specific aspects of the course that were perceived to be difficult (and especially 
liked, Item 7 of the online questionnaire) are discussed below. In response to Item 8 
of the questionnaire and direct enquiry in the semi-structured interviews, students did 
not report that any aspect of the course needed improving.  
5. 3  Student evaluations of the subject-content 
I’ve learnt a lot about the global situation, so it was good study. (Online 
Questionnaire, Item 2, Open-Response, translation)
It’s really great to be able to learn about international relations in English. 
(Student 8, Weekly Class Evaluation/ Comments Sheet, April 19)
There aren’t many electives in the Freshman year, so I think it’s good that we 
can study this subject in English. (Student 1, Semi-Structured Interview, 
16:15~16:22, translation)



















Enjoyability and Usefulness. Across all data sets, student responses to the 
subject content of the course were highly positive. Looking at the data from the online 
questionnaire, Item 2 asked students to rate their level of interest in subject content. 
Figure 5.5 details the level of student interest in each of the four topics. Cumulatively, 
91% of the class reported them as being either Very Interesting (49%) or Interesting 
(42%). In terms of specific subject matter, it can be seen that all students (n=16) found 
Topic 3, Contemporary Globalisation, to be either Very Interesting (62.5%, n=10) or 
Interesting (37.5%, n=6). The qualitative data provided further insights here.
As part of one task in Topic 3, Contemporary Globalization, students had to 
think of how certain dimensions of globalisation (i.e., political, social, and economic) 
had affected society in certain ways (Figure 4.4, 1~9 in parentheses) and how these 
outcomes could be viewed either positively or negatively depending on where a person 
lives in the world and their position in society. Many students explained in detail how 
this kind of subject-content was both beneficial and enjoyable. In a weekly class 
evaluation/comments sheet, for example, one of the lower-level students reflected:
I was able to think about the effects of globalization from many perspectives. 
What I thought was positive could also be negative when considered from 
another perspective. This was very meaningful for me. (Student 8, June 14, 
translation). 




































Writing on international relations: an action research study on designing and 
implementing a university CLIL course 
She remarked (in English) the following week that “I learned the importance of 
thinking beyond the [effects]. By doing so, new things came out and I felt that learning 
was fun (Weekly Class Evaluation/Comments Sheet, June 21). Similarly, in relation to 
the subject content of Topic 4, The Balance of Power and Alliances, the value of 
considering conflicts from alternative perspectives was affirmed, as one of the higher-
level students reflected, “The balance of power topic was difficult, but I was able to 
think about the international situation from a different perspective than I had done 
previously so it was good study” (Student 14, Weekly Class Evaluation/Comments 
Sheet, July 26, translation). 
Topic 2, International History from 1648 to 1991, was also rated highly (81%, 
n=13), one student commenting, “International history is so important and very 
interesting” (Student 3, Weekly Class Evaluation/Comments Sheet, May 24), and 
another, “the new vocabulary was tough but I developed an interest in international 
history” (Student 9, Weekly Class Evaluation/Comments Sheet, May 24, translation). 
Three students (19%), however, reported Topic 2, International History from 1648 to 
1991, as being Not Interesting. While no explanation was provided in the questionnaire, 
another student’s positive reflection that Topic 2 deepened her understanding of the 
high school world history class (Student 16, Class Evaluation/Comment Sheet, May 
24th) might suggest that a low level of interest for some students was due to having 
only recently studied such content.
Difficulty. While students widely considered course subject content to be both 
purposeful and enjoyable, as the preceding comments (and data from the online 
questionnaire, Figure 5.6 in the following sub-section) attest, some aspects were no 
doubt challenging. A common theme throughout was the difficulty presented by new 
language particular to the field of international relations, the language of learning. I 
had guided students on how to use various online resources such as Weblio and some 
of them made use of these, as Student 3 reported, “If I read through the handout 
before class, then it was OK...When I didn’t understand, I first checked the internet 
which makes it easier” (Semi-Structured Interview, 2:30~3:16). Student 4 remarked on 
how first impressions of the passage could be intimidating:
I didn’t understand the vocabulary in the reading passages and couldn’t read 
them but the students around me helped out...Actually the language was not 
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that hard, but first of all you think, “Oh, all this English is difficult, isn’t it?”. 
But when you put it into Japanese, it’s actually not that hard. (Semi-Structured 
Interview, 3:47~4:20, translation)
  
On their weekly class evaluation/comments sheets, seven students commented 
on a moderate difficulty sometimes faced when coming up with ideas related to the 
subject-content. One student wrote that “I felt very difficult writing [about] events 
in international society because I didn’t know them” (Student 15, Weekly Class 
Evaluation/Comments, June 7). On the one hand, such difficulty is understandable, 
considering this was the first semester of a Freshman course. On the other, reflecting 
the comments of several students, one high-level member of the class remarked, 
“When I finish to read the article about international relations [sic], I study about this 
with another book. So I could understand well and think” (Student 16, Weekly Class 
Evaluation/Comments, April 26). 
5. 4  Student evaluations of specific classroom material/activities
Difficulty. Figure 5.6 shows that in response to Item 5 of the questionnaire, 
overall, more than half of the class reported the difficulty of most classroom material/
activities to be About Right. The difficulty some students reported in terms of the 
reading passages and topic vocabulary—and how some of them overcame this—were 
discussed in the previous sub-section. The quantitative data presented in Figure 5.6 
provides a broader perspective on the class’s perception of difficulty for these aspects 
of the course. 
The large majority of students (81%, n= 13) perceived the difficulty of the weekly 
News Journal to be About Right, with only three students (19%) finding it to be difficult. 
Half of the class (n=8) reported class writing activities as being either About 
Right (44%, n=7) or Not Difficult (6%, n=1); the other half as Difficult (44%, n=7) or 
Very Difficult (6%, n=1). Class writing activities included, for example, writing out 
answers to reading passage comprehension questions in full sentences, completing 
running dictations, writing out opinions in preparation for discussions (i.e., Figures 
4.1, 4.2, and 4.6 respectively), and writing summaries. 
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Usefulness for improving writing ability. As with other aspects of the course 
(i.e., assessment and subject content discussed above), though some students reported 
certain materials/activities to be difficult, they widely perceived them to be useful for 
improving their English writing ability and their understanding of the subject content. 
Item 3 in the online questionnaire asked students how useful classroom materials/
activities were for improving their writing ability. Figure 5.7 shows that almost all of 
the students found class activities to be Very Useful or Useful. Specific ‘productive’ 
activities such as the weekly News Journal and class writing activities were considered 
especially beneficial by all of the students, half of the class (n=8) reporting both 
activities as being Very Useful.  
Looking at the qualitative data on the weekly News Journal, an important point 
to emerge concerns both language development and engagement with the news, as 
the comments of Student 1, a high-level student in the class, reflect, “Honestly speaking, 
I wouldn’t normally look at the news other than for the News Journal homework...it 
has become good practice for writing short paragraphs” (Semi-Structured Interview, 
6:23~7:22, translation). Student 2, another high-level student, further explained in her 
interview:
I’m in the Department of Social Sciences, so I thought I should be reading more 
news, but, in reality, I wasn’t. So, with the News Journal assignment I have to 
look through the news every week and choose what to write about. By reading 




































and writing about international affairs, I feel my knowledge has improved. 
(4:14~4:58, translation) 
Similarly, a lower-level proficiency student remarked, “It’s an opportunity to 
read the news... It takes time to check when I don’t know how to write something, but 
it’s an easy-to-do assignment” (Student 3, Semi-Structured Interview, 6:28~7:58, 
translation). Such comments reaffirmed the place of this important activity in the CLIL 
writing curriculum. They also suggest one way of overcoming the difficulty some 
students when required in class to write about events related to international society 
(see sub-section 5.3, Difficulty).
A further point worth noting concerns corrective feedback. Given my 
comparatively direct approach to providing feedback on the News Journal (i.e., by 
directly correcting mistakes rather than using an inductive coding/symbol system), I 
was concerned that students might not attend carefully to the corrections5. However, 
although it was not within the purview of this study to evaluate longitudinal 
improvements in writing accuracy, subjectively, the quality of the class’s journal 
Figure 5. 7. Class questionnaire (Item 3): perceived usefulness of classroom 
































5. While other approaches were, of course, feasible (see, for example, Myskow, 2018), I 
chose not use a coding/symbol system for providing corrective feedback or allow class 
time for peer coaching.
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writing seemed to improve as the semester progressed. In her interview, Student 2 
reported the journal corrections to be “useful and good study”, believing that she 
could “write a little better now” (Semi-Structured Interview, 8:15~13:58, translation).
Regarding the usefulness of classroom writing activities, the qualitative data 
brought to light various perceptions regarding the curriculum’s planned focus on 
grammar. First of all, students seemed to value the planned focus on forms, which 
was linked to the subject content and mostly language they had been taught in high 
school. In a class on Topic 4, The Balance of Power, and in preparation for writing the 
topic paragraph, 15 minutes were given to student-centred activities on the salient 
causal language (e.g., owing to, because of, since, etc.). In response, Student 1, a high-
level class member, commented:
This was a good review of grammar. If we don’t use the grammar that we’ve 
learnt [in high school] we forget it, so I want to be more aware of it when I’m 
actually reading and writing English. (Weekly Class Evaluation/Comments, July 
19, translation)
In her interview, Student 3 also recognised the value of review, noting, “I feel 
like I’m forgetting a lot of high school grammar, so it would be good to study a little 
more” (9:58~10:03, translation). She had initially experienced difficulty in the course, 
but her writing became increasingly accurate and by the end of semester was able to 
reach a high level of achievement. Notably, when asked whether there should be 
more grammatical instruction, Student 2, one of the highest students in the course 
responded emphatically, 
No. Not all. We’re not studying long lists of various grammar, but what we 
actually need for when we’re writing our paragraphs...it may be good to review 
more senior high school grammar, but the amount we’re doing now seems just 
about right. (Semi-Structured Interview, 2:01~2:33, translation)
Student 4, of lower to mid-level proficiency, also seemed content with the kind 
and amount of focus on language forms, asserting, “We’re not in a literature department, 
so it seems better to be learning English through topics linked to our major rather 
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than simply grammar” (Semi-Structured Interview, 17:51~18:00, translation). 
Usefulness for improving knowledge of subject content. Item 4 asked students 
about which materials/activities were useful for developing their understanding of the 
four specific topics on international relations (i.e., sovereignty, globalization, and so 
forth). In spite of the challenges of subject-content vocabulary and concepts, Figure 
5.8 indicates that all but one of the students (6%) found the topic readings to be either 
Very Useful (25%, n=11) or Useful (69%, n=4) for consolidating their understanding of 
the subject content. Considering the findings on pair/group work and topic discussions, 
as Figure 5.8 indicates, all students found these aspects of the class to be beneficial to 
improving their subject knowledge.
Given the complexity of much of the subject and language content, students 
needed to work together to understand and complete the tasks. Of course, simply 
putting students into groups, assigning them an activity, and expecting them to work 
would not have worked, students lacking either the maturity, motivation, or simply 
the energy to manage group interactions themselves. To achieve the positive reactions 
described in this paper, the various cooperative learning structures (e.g., Think-Pair-
Share [Square]; Heads Together; Showdown; and Numbered Heads in the Corner; 
Kagan & Kagan, 2009) were indispensable. These were illustrated in Sub-section 4.2, 
Abilities and skills. Throughout the data set there were numerous references to the 
value of such pair and group work for facilitating and consolidating the students’ 
comprehension, as the following comments illustrate: 
Figure 5. 8.  Class questionnaire (Item 4): perceived usefulness of classroom 
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There was lots of time for discussion so despite dealing with difficult themes, it 
was easy to understand. The opportunity for checking in groups was really 
helpful. (Online Questionnaire, Item 7, Open-Response, translation)
We learned the history from 1648 to 1991 with time order. We wrote a summary 
in English. It is difficult for me to write this so we worked together. (Student 4, 
Weekly Class Evaluation/Comments, May 31)
It’s really helpful to be able to check our comprehension of what you’ve said 
with everyone in the group. (Student 2, Semi-Structured Interview, 6:45~6:53, 
translation)
Considering the responses from the weekly class evaluation/comments sheets, 
ten of the 16 students (63%) made one or more positive references to pair and group 
work throughout the semester. The breadth of responses also shows that students of 
all levels of proficiency valued studying and confirming their comprehension in pairs 
and groups. Providing opportunities for checking comprehension of subject and 
language content as well as procedural matters was critical as most of the class was 
conducted in English.
Working in pairs and groups was beneficial in other ways, too. One of the lower- 
level students was motivated to improve her own communication skills: “There are 
some people in my group who are really good at explaining things. I want to be able 
to do that, so I am going to practice” (Student 8, Weekly Class Evaluation/Comments, 
May 24). Carefully structured pair and group work was also helpful for engaging 
students during what was potentially a sleepy, first period class. One lower proficiency 
student enjoyed the Topic 1, Sovereign State, running dictation/expert group summary 
presentation (see Sub-section 4.1, Subject content, and Figure 4.2), remarking “It was 
fun to study with everyone in groups. This time I enjoyed studying English while 
moving around the class” (Student 11, Weekly Class Evaluation/Comments, April 26, 
translation).
In spite of the class’s entry-level language proficiency, the students also valued 
the opportunities for regular discussion of the subject content in both Japanese and, 
with time allocated for planning and feedback, in English. Discussions were sometimes 
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held in pairs (to reduce social pressure and promote more individual time for speaking) 
or teams of four (to allow for more opinions to be shared). Sometimes, students firstly 
discussed in Japanese to develop their opinions, before planning their responses in 
English, receiving teacher feedback, and then changing team members to discuss in 
English. Their responses to discussions were positive, as one of the lower-proficiency 
level students commented, “Even in simple English I was able to discuss, which was 
fun.” (Student 5, Weekly Class Evaluation/Comments, May 3, translation). At this level 
of proficiency, time spent drafting responses to discussion questions in English (Figure 
4.5) as well as receiving on-the-spot linguistic and subject content feedback from the 
teacher were useful—as student responses to the unplanned focus on language forms 
in such activities indicated (discussed above). The ‘discussion expressions’ desk-card 
(Appendix 2) was also helpful in facilitating discussions in English. With students 
being focused on the subject content, however, regular reminders were necessary to 
better ensure they were using these expressions.    
The data showed that students widely valued hearing a range of opinions on the 
topics. Expressing sentiments expressed by numerous members of the class, Student 
14 observed, “It was great to be able to hear lots of different opinions about the 
situation in China” and “Everyone had different opinions about events in international 
history and they were good to hear” (Weekly Class Evaluation/Comments, May 3 and 
June 7, translation). Discussions helped students to think in different ways and had a 
practical benefit, too, as the comments of Student 1 indicate, “By sharing opinions 
with everyone, I was able to think from a different perspective. I think I’ll make use of 
some of these ideas [in my next report]” (Weekly Class Evaluation/Comments, June 
28, translation). While some teachers might be reluctant to introduce discussions of 
the subject content in lower-proficiency level classes, the findings reported here, as 
well as those reported earlier in regard to subject content (Sub-section 5.3), clearly 
indicate that such discussions served an important function, beyond mere taking in 
turns to report opinions (a kind of opinion performance), rather the development of 
opinions and, in many cases, the revision of personal perspectives.    
6.  Conclusions and implications
This paper reported on the design and implementation of a freshman CLIL 
writing course on international relations. Qualitative and quantitative data methods of 
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data collection and analysis were used to examine student performance on formal 
course assessment (subject-and language content) and their reactions to the curriculum 
in terms of its interest and enjoyability, usefulness, and difficulty. Key findings include 
a high level of achievement across each of the four assessed paragraphs, which was 
found to be facilitated by the approach to grammatical instruction used (i.e., a blend 
of planned and unplanned focus on language forms pertinent to the subject content) 
and the increased support and learning opportunities afforded by pair and group work. 
Additionally, while the course was challenging for students, they widely reported high 
levels of interest and usefulness concerning the course subject content, materials, and 
activities. 
A central finding of the study was that continuous assessment (the four graded 
paragraphs), classroom writing activities, and the weekly News Journal were perceived 
to be particularly useful for improving both writing ability and knowledge of the 
subject area. While much of the planned focus on language forms (emergent from 
the language of learning) was a review of the grammatical structures taught in high 
school, students welcomed this review and especially valued the additional instruction 
on how to use the language appropriately in writing tasks related to their field of study. 
Students wanted to make use of the grammar they had been taught in meaningful 
tasks, not simply accrue—and as their comments indicated, potentially forget—further 
lists of grammar. The pedagogical implication is that ample time should be provided 
in and out of class for weekly writing, through which students will have the opportunity 
to actually utilise their knowledge of grammar (structural and usage) and receive 
regular feedback to improve their accuracy. The CLIL curriculum described in this 
paper was successful in these respects. In terms of the weekly News Journal, students 
reported the research and reading required for the weekly journal assignment to be an 
important incentive for developing awareness and opinions of issues (international and 
domestic) in the news. The regular writing practice and feedback on this assignment 
was also found to be useful for improving their writing ability.
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Another key finding to emerge affirms the importance of developing 
resourcefulness. For some students, a lack of knowledge in the subject area presented 
difficulties when it came to planning responses to writing or discussion tasks. Yet, as 
the comments of other more resourceful students suggested, there are various ways 
 in which these challenges could be overcome. In Ball, Kelly, and Clegg’s (2015) 
competence-based conceptualisation of CLIL, resourcefulness is a skill to be fostered 
and developed in the classroom. In this respect, although the course provided some 
guidance in the first orientation class, it was mainly related to the language of learning; 
that is, how to use specific online linguistic resources. One implication of the findings 
is that developing the students’ ability to search for additional subject-related information 
(in both Japanese and English) should also be a part of future course planning and 
provided systematically and regularly throughout the semester. In tandem, students 
would need to develop the ability to critically assess the information—data literacy. 
Considering the scope of the CLIL writing curriculum, this might be limited to its 
“quality”, “veracity”, and “credibility” (Aspen Institute, 2014). In the context of EFL in 
Japan, there is a need for more action research into approaches, materials, and 
activities that can realise this at the classroom level, especially at the lower levels of 
language proficiency. 
A further important finding of the study concerns the positive reactions to group 
work and discussions in writing classes. The act of writing is often thought of as a 
solitary process, not easily lending itself to group interaction. The data clearly show 
that students of all levels of proficiency considered working in groups to be not only 
stimulating, engaging, and beneficial for clarifying classroom procedures, but also 
for facilitating their completion of in-class writing tasks. An important finding also 
highlights the value students placed on pair and group discussions (in both simple 
English and Japanese) for deepening understanding of subject content, further developing 
opinions, and, as several students reflected, leading them to adjust their perspectives 
on issues. To achieve the level of student engagement described in this paper, Kagan 
and Kagan’s (2009) structural approach to cooperative learning was indispensable 
when designing materials and planning activities.
In some conversations, it is not uncommon to hear the opinion that a CLIL 
approach for entry-level classes will be ineffective; either because students lack the 
language proficiency required to understand the subject content, they should be 
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focused more on mastering basic grammatical structures, or because they lack the 
motivation for study. The high levels of achievement and the students’ voices reported 
in this study challenge all of these assumptions. 
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ア ン ダ ー ウ ッ ド ・ ポ ー ル
　本稿は、国際関係をテーマとした必修の英語ライティング授業におけるCLIL（内容言語
統合型学習）を用いた授業計画とその実施に関する報告である。ある日本の大学の国際社会
学科に在籍する１６名の女子学生（CEFR A2+ entry level）を被験者として、混合研究法
を用いて言語とテーマ内容、教材や授業内活動に対する学生の評価、および授業目標の達成
度を質的・量的に分析した。データは、毎週の学生による授業評価およびコメント票、オン
ライン上のアンケート、半構造化インタビュー、そして継続評価ツールを用いて収集した。
その結果、CLILを用いた授業は非常に難度が高かったものの、学生が書いた作品は優秀で、
しかも多くの学生が言語とコンテンツの統合は興味深く、有意義で、有益であると感じてい
たことがわかった。本研究は、CLILのライティング授業に対する学生の取組と達成を促が
す複数の要因の根拠を明らかにし、さらに将来的な研究手法を提案するものである。
